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ABSTRACT
The problem investigated in this study was stated as follows:
Which of two approaches for supervising student teachers is 
most effective in promoting change in self-concept as a teacher and 
self-concept as a person? The first approach involves observations 
and conferences augmented by interaction analysis. The second 
approach involves only observations and conferences.
Specifically, the following questions will be investigated:
1. Will there be a significant difference between the 
experimental group and the control group for change in scores on the 
"Self as a Teacher" Scale?
2. Will there be a significant difference between the 
experimental group >nd the control group for change in scores on the 
"Self as a Person" Scale?
The nineteen subjects in the experimental group were given 
interaction analysis feedback by their college supervisor in addition 
to observations and conferences. The Flanders' Interaction Analysis 
System was used to code three audio tapes submitted by each subject 
to the college supervisor. Computer assistance was used to convert 
the Flanders' data into matrix form. The interaction analysis data 
were explained to each student teacher in brief conferences as the 
college supervisor visited in the cooperating schools.
The nineteen student teachers in the control group were 
supervised by a college supervisor who used only observations and
conferences. This group was not provided with the additional 
interaction analysis feedback provided for the experimental group.
Data for the statistical analysis were gathered from the 
pre-and-post-test administration of both scales ("Self as a Teacher" 
and "Self as a Person") of the L.S.U. (Louisiana State University) 
Teacher Concept Scale. A "t" test was used in order to determine if 
the difference between the experimental group and the control group 
for the mean change in scores on each scale of the two self-concept 
test was significant.
The following two null hypotheses were tested at the .05 
level of confidence:
1. There was no significant difference between the 
experimental group and the control group for change in scores on the 
"Self as a Teacher" Scale.
2. There was no significant difference between the 
experimental group and the control group for change in scores on the 
"Self as a Person" Scale.
The difference between the experimental group and the control group 
for change in scores on the "Self as a Teacher" Scale and on the 
"Self as a Person" Scale was not found to be statistically significant 
(P^>.05). Thus, the null hypothesis was not rejected for either scale.
Within the limitations of this study, it was concluded that 
the use of an interaction analysis system to provide additional feed­
back to student teachers was not superior to the use of only
vii
observations and conferences in promoting changes in student teachers' 
self-concept as a teacher and self-concept as a person.
It was recommended that this study be replicated using a 
larger sample. A follow-up study should be made using these same 
thirty-eight student teachers in order to determine what changes 
would occur in concept of "self as a teacher" and "self as a person" 
after their first year of teaching. A similar study was suggested 
using several different self-concept scales in order to determine how 
closely the data collected from these scales would correlate. A 
study could be conducted using a video tape recorder instead of an 
audio tape recorder.
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Chapter 1
INTRODUCTION
The need to improve the quality of instruction and teacher 
effectiveness has been of prime concern in this age of accountability. 
In regard to this need, an increasing amount of attention has been 
given to research based on Fitts' (1972) hypothesis that the behavior 
of teachers is an expression of their self-concept.
Since student teaching has usually been the climax and 
culminating activity of a teacher education program, the assumption 
could be made that student teachers have developed a concept of "self 
as a teacher," as well as "self as a person."
A review of literature revealed that numerous studies have 
been based on the major premise that the self-concept was an 
important determinant of human behavior. Therefore, the self-concepts 
of student teachers should be reflected in their patterns of teaching 
behavior as evidenced by their verbal interaction with their pupils. 
These studies supported the hypothesis that student teachers with 
high self-concepts also tended to use more indirect teaching behavior 
than those with low self-concepts. Research has also indicated that 
training in the use of interaction analysis systems and the employment 
of interaction analysis feedback in the supervision of student 
teachers tended to cause student teachers to use more indirect 
teaching behavior.
1
2A review of the literature indicated, however, that there was 
a need for more research concerning the type of relationship that 
existed between the use of interaction analysis feedback in the 
supervision of student teachers and the changes that occurred in 
their self-concepts.
STATEMENT OF THE PROBLEM
Which of two approaches for supervising student teachers is 
most effective in promoting change in self-concept as a teacher and 
self-concept as a person? The first approach involves observations 
and conferences augmented by interaction analysis. The second 
approach involves only observations and conferences.
Specifically the following questions will be investigated:
1. Will there be a significant difference between the 
experimental group and the control group for change in scores on the 
"Self as a Teacher" Scale?
2. Will there be a significant difference between the 
experimental group and the control group for change in scores on the 
"Self as a Person" Scale?
DELIMITATIONS
The sample was limited to thirty-eight elementary student 
teachers at Louisiana State University. These students were assigned 
to teach in off-campus elementary schools in Baton Rouge, Louisiana 
and to be supervised by two college supervisors.
3Student teachers were assigned by the Director of Student 
Teaching to cooperating schools recommended to the University by the 
East Baton Rouge School System. The student teachers selected their 
student teaching sites from the list of cooperating schools. College 
supervisors were assigned to cooperating schools by the Director of 
Student Teaching.
The experimental group consisted of nineteen student teachers. 
The college supervisor utilised observations and conferences augmented 
by interaction analysis feedback. The interaction analysis was 
limited to the data obtained from use of the Flanders' Interaction 
Analysis System. The ten interaction categories of this system with 
explanations will be found in Appendix A.
A pre-and-post-test experimental research design was utilized. 
The data for the statistical analysis were obtained from the pre-and- 
post-test administration of the two scales ("Self as a Teacher" 
and "Self as a Person") of the L.S.U. Teacher Concept Scale. A copy 
of this scale will be shown in Appendix B.
A "t" test was used in order to determine if the differences 
between the experimental group and the control group for change in 
scores on the two self-concept scales was significant. The results 
of the statistical analysis of data were reported in tabular form.
4DEFINITION OF TERMS
The terms that were either unique or used in a restricted 
manner in this investigation were defined as follows:
Self-Concept
Fitts (1972) defined self-concept as "the frame of reference 
through which the individual interacts with the world." In this 
investigation, a student teacher's self-concept was measured by the 
two scales ("Self as a Teacher" and "Self as a Person") on the L.S.U. 
Teacher Concept Scale.
L.S.U. Teacher Concept Scale
The L.S.U. Teacher Concept Scale was developed by Adams and 
Smith (1972) in a research project conducted at Louisiana State 
University. The two scales ("Self as a Teacher" and "Self as a 
Person") were used to measure the self-concept of student teachers in 
this investigation.
Student Teaching
Student teaching was defined by Stratemeyer and Lindsey (1969) 
as "the period of guided teaching when the student takes increasing 
responsibility for the work with a given group of learners over a 
period of consecutive weeks."
Student Teacher
Good (1973) defined a student teacher as "a person enrolled in 
a school of education who has been assigned to assist a regular 
teacher in a real school situation."
Elementary School
An elementary school was operationally defined to mean a 
school containing what is traditionally thought of as grades one 
through six.
Interaction Analysis Systems
Simon and Boyer (1967) defined interaction analysis systems 
as "shorthand methods for collecting observable objective data about 
the way people talk and act." The Flanders' Interaction Analysis 
System was selected for use in this investigation.
Observation and Conference Approach 
to Supervision
An observation and conference approach to supervision was 
operationally defined to be a method of supervision in which a college 
supervisor observed student teachers in the cooperating schools and 
discussed any existing problems with the student teachers and 
cooperating teachers. The college supervisor observed in each student 
teacher's classroom five times during the semester. The supervisor 
discussed the strengths and weaknesses of the student teacher's lesson 
plans and presentation with the student teacher and/or the cooperating 
teacher and made any needed suggestions for improvement.
Interaction Analysis Feedback
Interaction Analysis Feedback was operationally defined as 
the objective data gathered and explained to a student teacher 
concerning the student teacher's verbal interaction with the pupils 
in the classroom. In this investigation, the college supervisor used
the Flanders' Interaction Analysis System to analyze audio tapes of 
the student teacher's lessons. The college supervisor explained the 
matrix data gathered from interaction analysis to each student 
teacher in the experimental group in individual conferences. These 
conferences were approximately ten minutes in length and were 
conducted during the seventh, tenth, and thirteenth week of the 
semester as the college supervisor visited in the cooperating schools.
Indirect Teaching Behavior
Indirect teaching behavior was operationally defined for this 
study to mean verbal interaction between the teacher and the students 
in which the teacher utilizes categories one through four of the 
Flanders' Interaction Analysis System more than categories five 
through seven. Flanders (1969) considered indirect teaching behavior 
to be more desirable than direct teaching behavior because the 
teacher used more praise and encouragement, accepted and utilized the 
students ideas, and promoted more student-initiated talk.
Direct Teaching Behavior
Direct teaching behavior was operationally defined for this 
investigation to mean verbal interaction between the teacher and the 
students in which the teacher utilizes categories five through seven 
of the Flanders' Interaction Analysis System more than categories one 
through four.
7ID Ratio
An ID (Indirect-Direct) Ratio was operationally defined for 
this investigation to mean the ratio of the number of indirect 
statements to the number of direct statements recorded using the 
Flanders' Interaction Analysis System. This ID Ratio was computed by 
dividing the number of teacher statements in categories one through 
four by those recorded in categories five through seven of the 
Flanders' system.
Revised ID Ratio
A Revised ID (Indirect-Direct) Ratio was operationally defined 
for this investigation to mean the ratio of the number of motivational 
statements recorded to the number of control statements recorded using 
the Flanders' Interaction Analysis System. This Revised ID Ratio was 
computed by dividing the number of teacher statements in categories 
one through three by those recorded in categories six through seven 
of the Flanders' system.
ORGANIZATION OF THE STUDY
The remainder of this study was organized into four chapters.
A review of related literature was summarized in Chapter 2. Experimen­
tal procedures and sources of data were described in Chapter 3.
Chapter 4 was a presentation and analysis of the data collected. The 
summary, conclusions and recommendations were presented in Chapter 5.
Chapter 2
REVIEW OF RELATED LITERATURE
In reviewing the related literature, an attempt was made to 
synthesize the relevant research findings in order to clarify the 
theoretical basis for this study. Significant writings were presented 
in four sections coneluded by a general summary.
SELF-CONCEPT AND TEACHER BEHAVIOR
During the past three decades, an increasing amount of 
attention has been given to research based on Fitts' (1972) hypothesis 
that the behavior of teachers was an expression of their self-concepts 
and that optimal performance was related to an optimal self-concept. 
Fitts defined self-concept as the frame of reference through which 
an individual interacts with the world.
Seidman (1970) conducted a study of self-concept changes in 
student teachers based on the major premise that the self-concept of 
teachers was an important determinant of human behavior. The self- 
concept of student teachers, therefore, should be reflected in their 
patterns of teaching behavior as evidenced by their verbal interaction 
with their pupils.
In her study, Seidman (1970) employed the use of a Flow Chart, 
an observation system developed at Hofstra University, to analyze the 
verbal behavior of student teachers. The Tennessee Self Concept Scale
8
9was used to measure the self-concept of student teachers. These 
findings supported the hypothesis that student teachers with high 
self-concepts tended to talk less and use more indirect teaching 
behavior than those with low self-concepts.
Jasper (1959) studied the changes in the self-concept of 
students as they related to the student teaching experience. He 
found that student teachers' perceptions of the student teaching 
experience were less stable than the self-concepts of student teachers.
In another study related to change in self-concept of student 
teachers, Smith and Adams (1972) made a distinction between concept 
of "self as a person" and "self as a teacher." The L.S.U. Teacher 
Concept Scale was developed by these researchers to measure the 
changes that occurred in the self-concepts of student teachers. In 
regard to location of teaching assignment, this investigation revealed 
that student teachers who taught in off-campus schools showed a 
greater mean gain on both parts of the self-concept scale than did 
those assigned to an on-campus facility. Student teachers assigned 
to suburban schools also had a significantly greater positive mean 
gain than did those assigned to inner city schools.
In a later study, Adams and Smith (1974) used the L.S.U. 
Teacher Concept Scale to explore the changes in self-concept of a 
group of seniors in the College of Education at Louisiana State 
University. The assumption was made that a student who had achieved 
senior status in a teacher education program would have engaged in 
enough appropriate Leaching activities to allow him to have developed 
a concept of "self as a teacher." The students were divided into
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four sub-groups: (1) seniors who had not taken the student teaching
course, (2) student teachers in the elementary school, (3) student 
teachers in junior high, and (4) student teachers in senior high.
The mean scores between each of the four sub-groups observed 
in the above study were not found to be statistically different. 
However, this research indicated that a sizeable number of students 
displayed a negative change with regard to both "self as a person" 
and "self as a teacher." The recommendation was made that these 
findings merit further investigation by those involved in teacher 
education programs.
The L.S.U. Teacher Concept Scale was also used by Ellerman 
(1974) to measure the change in self-concept of student teachers 
from their views of "self as a person" and "self as a teacher."
In Ellerman1s study, video tape recordings of the student teachers in 
the experimental group were viewed and critiqued simultaneously by 
the supervising teacher and the student teacher following each taped 
lesson. Student teachers in the control group were exposed only to 
the traditional type of conference and supervision without access to 
video tape recordings. The differences in mean change in self-concept 
among teachers assigned to teach at the elementary level, those 
assigned to teach at the junior high level, and those assigned to 
teach at the senior high level were also explored. Ellerman found 
that the differences in mean change in concept of "self as a person" 
and "self as a teacher" between the experimental group and the control 
group were not statistically significant, but that the disparities
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were of sufficient magnitude to warrant the need for further research 
in regard to the changes in self-concept in student teachers.
DESCRIPTION OF INTERACTION ANALYSIS SYSTEMS 
WITH EMPHASIS ON THE FLANDERS' SYSTEM
Simon and Boyer (1967) defined interaction analysis systems 
as methods for collecting observable objective data and producing a 
record of what has happened without recording what has been said. In 
their anthology, Mirrors for Behavior, Simon and Boyer reviewed 
twenty-six of the most widely used interaction analysis systems that 
have been developed. They observed that each system was composed of 
sets of categories of behavior which typically included lecturing,
giving directions, asking questions, criticizing, and praising.
According to Narotsky (1972), extensive research on teacher 
effectiveness over the past three decades has led to the development 
of interaction analysis systems as objective methods of observation 
used for research, teacher training, and supervision. Narotsky stated
that the Flanders' Interaction Analysis System was probably one of the
best known and most widely used of all the classroom observation 
sys tems.
Flanders and his associates at the University of Minnesota 
developed the Flanders' Interaction Analysis System between 1955 and 
1960. This system consisted of ten categories used for data 
collection. A description of these categories taken from Simon and 
Boyer's (1907) anthology, Mirrors for Behavior, was included in 
Appendix A. Categories one through seven were designed for use when
12
the teacher is talking, categories eight and nine were designed for 
use when the pupil is talking, and category ten was designed for
periods of silence or confusion.
In Flanders' (1969) Analyzing Teaching Behavior, detailed 
instructions were given for recording and analyzing a teacher's verbal 
behavior using his system. The Flanders' System was designed to be 
used by an observer while sitting in a classroom or combined with
audio and/or video recordings. This system permitted coding at a
constant rate throughout an observation which was essential in 
drawing conclusions about the proportion of time spent in each 
category.
A matrix technique which was developed by Flanders (1969) 
allowed for the preservation of the sequential nature of the data.
This technique was designed so that one could tell from looking at a 
matrix what preceded and what followed every instance of verbal 
behavior of both the teacher and the pupils. An example of a 
Flanders' matrix will be found in Appendix C.
Flanders (1969) incorporated the use of an ID Ratio (Indirect- 
Direct Ratio) into his system in order to reveal information 
pertaining to the relative number of indirect and direct teacher 
statements. This ID Ratio was computed by dividing the number of 
teacher statements in categories one through four by those recorded 
in categories five through seven of the Flanders' system.
In order to establish the amount of emphasis given to 
motivation and control by a teacher, a Revised ID Ratio was employed 
by Flanders (1969). This Revised ID Ratio was computed by dividing
13
the number of teacher statements in categories one through three by 
those in categories six and seven.
TRAINING IN INTERACTION ANALYSIS AND 
TEACHER BEHAVIOR
According to Weller (1971), a great deal of emphasis has been 
given to research concerning the results of training in interaction 
analysis systems upon teacher effectiveness. Included among this 
type of research was a study conducted by Zahn (1965) at Temple 
University. Zahn provided student teachers in the experimental group 
with over fifteen hours of intensive training in the use of the 
Flanders' Interaction Analysis System. This group showed significant 
changes in their teaching behavior in a direction considered to be 
positive according to Flanders. This positive change meant that this 
group showed a higher ratio of indirect to direct teaching behavior 
and greater use of praise than did the control group, who had not 
received any training in interaction analysis.
In a similar study, Retsons' (1969) experimental group 
received training in the use of interaction analysis in two weekly 
seminars while the control group did not receive any training in this 
area. In a comparison of the two groups from data obtained from 
observation using the Flanders' Interaction Analysis System, the 
student teachers in the experimental group were found to be 
significantly more indirect in their teaching behavior and allowed 
more pupil-initiated talk.
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Ledbetter (1968) also compared a group of student teachers 
who had received interaction analysis with a control group who 
received no training in this area on the basis of direct versus 
indirect teaching behavior. This investigation also revealed that 
the trained group tended to be more indirect in their teaching 
behavior than the untrained group.
In regard to the effects of training in the use of interaction 
analysis systems upon the attitudes of student teachers, Moskowitz 
(1966) found that student teachers whose cooperating teachers were 
trained in interaction analysis had significantly more positive 
attitudes toward their cooperating teachers than those student teachers 
whose cooperating teachers were not trained in interaction analysis.
Brann (1968) studied the effects of teaching self-evaluation 
procedures using an interaction analysis system on the self-concepts 
of student teachers. He found that there was a greater positive 
change in the self-concepts of those student teachers who had received 
interaction analysis training than those who had not received this 
training.
SUPERVISORY FEEDBACK USING INTERACTION 
ANALYSIS SYSTEMS
Simon and Boyer (1967) proposed that if the goal of 
supervision was to be the improvement of teachers rather than the 
mere rating of teachers, then the use of an interaction analysis 
system for the purpose of giving objective feedback would allow for
15
such supervisory innovations as teachers working in groups to give 
each other feedback and suggestions for change.
Bondi (1969) studied the effects of interaction analysis 
feedback on the verbal behavior of student teachers. He found that 
there was significantly less teacher-initiated talk and significantly 
more student-initiated talk in the group of student teachers who had 
received interaction analysis feedback as compared to the group who 
had not received this type of feedback.
Similarly, Krajewski's (1971) study revealed that the 
experimental group of twenty teaching interns who received a 
combination of feedback from interaction analysis and video tape 
replays became more indirect in their teaching behavior. The teachers 
in this group allowed more student-initiated talk, praised the students 
more, and used the students' ideas more than those in control group 
who received the usual supervisory feedback.
Flanders (1969) stated that whenever possible, it was 
desirable to give feedback concerning observation information to a 
teacher while the impression was still fresh in the minds of both the 
observer and the teacher. He recommended that improvements shortening 
the time between observation and feedback, reducing the clerical 
chores, and preventing delays caused by tabulating data would 
certainly be desirable in the use of systematic observation as a 
supervisory technique.
In Traill's (1970) study, the observation of classroom verbal 
behavior was compiled into individual matrices for each observation
16
by a program prepared by the University of California's Computer 
Center. It was apparent from this study that feedback of teachers' 
behavior could lead to significant differences in the use of certain 
verbal behaviors. This study also revealed that through the use of 
interaction analysis techniques, supervisors of student teachers were 
presented with many more opportunities to become clinical analysts of 
the teaching-learning process than they were using the more traditional 
methods of supervision.
In a project conducted at Harvard University, Yulo (196 7) 
used the Flanders' Interaction Analysis System as a supervisory device 
with science interns. Yulo concluded that by focusing attention on 
specific aspects of teacher/pupil interaction, interaction analysis 
feedback facilitated the supervisory process by helping the intern 
approach teaching as behavior which can be analyzed and modified.
Yulo recommended, however, that interaction analysis feedback should 
be employed as only one component of a more comprehensive approach to 
supervision.
Weller (1971) concluded that feedback served as a source of 
supervisory data and provided a tool for supervision, but that the 
effectiveness of any tool depended on how it was used.
SUMMARY
A review of the literature indicated that a relationship 
appeared to exist between the self-concept of teachers and their 
teaching behavior as evidenced by their verbal interaction with their
17
pupils. It has been found that the higher a teacher's self-concept
was, the more indirect his teaching behavior became.
The L.S.U. Teacher Concept Scale was developed by Adams and
Smith to measure teachers' concept of "self as a teacher" and "self
as a person." The assumption was made that students who had achieved 
senior status in a teacher education program would have engaged in 
enough appropriate teaching activities to have developed a concept of 
"self as a teacher." Research also indicated that student teachers' 
perceptions of the student teaching experience were less stable than 
their self-concepts.
Interaction Analysis Systems were defined and the Flanders' 
System was described in detail. Research indicated that training 
in the use of interaction analysis systems tended to cause teachers 
to encourage more student-initiated talk, to accept and use the 
students' ideas, and to give praise more than those who did not 
receive this training.
Supervisory feedback using interaction analysis systems has 
been shown to promote more indirect teaching behavior. It was 
proposed that the goal of supervision should be the improvement of 
teachers rather than the mere rating of teachers. The use of an 
interaction analysis system for the purpose of giving objective feed­
back would allow for such supervisory innovations as teachers working 
in groups to give each other feedback and suggestions for changes.
A review of the literature revealed a need for further 
research concerning the relationship between the use of interaction
18
analysis feedback for teacher supervision and the changes that occurred 
in the self-concept of teachers.
Chapter 3 
METHOD OF PROCEDURE
BACKGROUND
A review of the related literature indicated that there 
appeared to be a relationship between student teachers' self-concepts 
and their pattern of teaching behavior as reflected by their verbal 
interaction with their pupils. Previous research has revealed that 
student teachers with high self-concepts tended to use more indirect 
teaching behavior than those with low self-concepts. It was also 
reported that training in the use of interaction analysis systems and 
the use of interaction analysis feedback for the supervision of 
teachers tended to cause teachers to use more indirect teaching 
behavior.
The purpose of this investigation was to determine if student 
teachers who were given interaction analysis feedback in addition to 
observations and conferences exhibited greater self-concept changes 
than those who were supervised by only observations and conferences.
SELECTION OF SAMPLE
The sample was limited to thirty-eight elementary student 
teachers at Louisiana State University, These students were assigned 
to teach in off-campus elementary schools in Baton Rouge, Louisiana 
and to be supervised by two college supervisors.
19
20
Student teachers were assigned by the Director of Student 
Teaching to cooperating schools recommended to the University by the 
East Baton Rouge School System. The student teachers selected their 
student teaching sites from the list of cooperating schools. College 
supervisors were assigned to cooperating schools by the Director of 
Student Teaching.
DESCRIPTION OF TREATMENTS
The experimental group consisted of nineteen student teachers 
who were supervised by the observation and conference approach to 
supervision augmented by interaction analysis feedback. These student 
teachers were required to submit three audio taped lessons to their 
college supervisor during the semester. The tapes were limited to ten 
minutes in length. They were to be lessons from any subject area as 
long as the teaching procedure used for the taped portion of the 
lesson was class discussion between the student teacher and the entire 
class.
The first tape was recorded during the fourth week of the 
semester. The second tape was made during the eighth week, and the 
third was recorded during the eleventh week of the semester. After 
reliability was established as a Flanders' observer, the college 
supervisor for the experimental group listened to each audio taped 
lesson and coded, every three seconds,the number of the Flanders' 
category being used on an IBM code sheet. Another tape recording 
of three seconds been signals for a ten minute period was played.
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simultaneously with the taped lesson in order to insure even coding 
on all of the tapes. A computer service provided through the Bureau of 
Experimental Statistics at Louisiana State University was utilized 
for the conversion of the Flanders' category data into matrix form.
An example of a Flanders' matrix will be found in Appendix C.
Reliability as a Flanders' observer was established through 
the use of three tapes recorded the semester prior to the initiation 
of this investigation. Each of the three tapes was coded three times 
for a total of nine observations. Correlation coefficients were 
computed in order to establish the relationship between repeated 
evaluation of the same variable. These reliability coefficients will 
be found in Appendix D.
On the college supervisor's first visit to the cooperating 
schools during the third week of the semester, a joint conference of 
approximately twenty minutes in length was held with the student 
teachers in each school. At this conference, the college supervisor 
explained the Flanders' Interaction Categories and a sample Flanders' 
matrix to the student teachers.
On the college supervisor's visits to the cooperating schools 
during the seventh, eleventh, and thirteenth week of the semester, 
the college supervisor observed in each student teacher's classroom 
and discussed with the student teacher and/or the cooperating teacher 
the student teacher's lesson plans and presentations and made any 
needed recommendations for improvement. The college supervisor also 
held private individual conferences of approximately ten minutes in
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length with each student teacher during these visits. In these 
conferences, the student teachers were quickly briefed from the 
supervisor's notes on the type of lesson they were teaching when the 
tape was made and were given an opportunity to listen to approximately 
a five minute portion of the lesson.
The college supervisor and the student teacher jointly studied 
the computer print-out of the Flanders' matrix. The college supervisor 
gave each student teacher objective feedback on the taped lessons as 
to the percentage of time each category was used and the total 
percentage of teacher talk, student talk and silence and/or confusion. 
An explanation of the ID Ratio and Revised ID Ratio was given. The 
student teachers had an explanation of the Flanders' categories to 
use during each conference.
The control group was also composed of nineteen student 
teachers. This group was supervised by a college supervisor who did 
not use interaction analysis. These student teachers were supervised 
by the observation and conference approach for supervision without 
the additional interaction analysis feedback which was given to the 
experimental group.
The student teachers in each group were visited five times 
during the semester by their respective college supervisor. In 
addition, each group attended three group seminars held by their 
college supervisor and two seminars conducted by the Director of 
Student Teaching.
Brief anecdotal records were kept by each supervisor 
concerning what took place during the supervisory visits to the
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cooperating schools throughout the semester and during the group 
seminars.
The data for the statistical analysis were gathered from the 
scores obtained from the pre-and-post-test administration of the 
L.S.U. Teacher Concept Scale. This instrument was administered to 
each group at a group seminar held by the college supervisor at the 
beginning and at the end of the semester.
INSTRUMENTATION
The L.S.U. Teacher Concept Scale was used to gather the data 
used for the statistical analysis in this investigation. This 
instrument consisted of two scales ("Self as a Teacher" and "Self as 
a Person"). Each Likert Scale contained twenty-five statements. On 
the scale designed to measure the concept of "Self as a Teacher", 
thirteen statements were positively weighted and twelve statements were 
negatively weighted. On the "Self as a Person" Scale, twelve statements 
were weighted positively and thirteen statements were weighted 
negatively. Thus, the scores were derived by using a reversal 
translation procedure commonly employed with a Likert Scale.
'The L.S.U. Teacher Concept Scale was validated according to 
procedures associated with a Likert Scale (Ellerman:1974). The 
reliability was +.77 on the "Self as a Teacher" Scale and +.75 on the 
"Self as a Person" Scale. The reliability was based on four hundred 
cases in which a test-retest method was used.
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TREATMENT OF THE DATA
The data for the statistical analysis were gathered from the 
scores obtained from the pre-and-post-test administration of the 
L.S.U. Teacher Concept Scale. The scores from the two scales ("Self 
as a Teacher" and "Self as a Person") of this instrument were given 
parallel treatment.
A "t" test was used in order to determine if the difference 
between the experimental group and the control group for the mean 
change in the scores on the two scales of the self-concept test was 
significant. The results of the statistical analysis were reported in 
tabular form. The two following null hypotheses were tested at the 
.05 level of confidence:
1. There is no significant difference between the experimental 
group and the control group for change in scores on the "Self as a 
Teacher" Scale.
2. There is no significant difference between the experimental 
group and the control group for change in scores on the "Self as a 
Person" Scale.
Chapter 4
PRESENTATION AND ANALYSIS OF DATA
The purpose of this chapter was to report and analyze the
data obtained from the pre-and-post-test administration of the two 
scales of the L.S.U. Teacher Concept Scale. All data obtained from 
the scores on the two scales ("Self as a Teacher" and "Self as a 
Person") were presented in tabular form.
administration of the two self-concept scales will be found in Tables 
1, 2, 3, and 4. The change scores for the subjects in each group on 
both scales of the test were also presented in these tables. The 
change score was computed by subtracting the raw score on the pre-test 
from the raw score on the post-test for each subject in the two groups.
in order to determine if the difference between the experimental 
group and the control group for the mean change in scores on each 
scale of the self-concept test was significant. Data obtained through 
the use of a "t" test were presented in Tables 5 and 6.
deviation for change was found by computing the square root of the 
sums of the deviations squared divided by the number in each group
The raw scores obtained from the pre-and-post-test
A "t" test was used for the statistical analysis of the data
Since the groups were small (less than thirty), the standard
minus one
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Table 1
Raw Scores for the Experimental Group on the
"Self as a Teacher" Scale
Student Teacher* Pre-test Score Post-test Score Change
1 101 112 11
2 101 121 20
3 102 104 2
4 99 115 16
5 103 104 1
6 74 111 37
7 93 113 20
8 113 111 - 2
9 98 106 8
10 119 109 -10
11 102 110 8
12 108 114 6
13 109 119 10
14 116 119 3
15 119 118 - 1
16 117 120 3
17 110 108 - 2
18 101 110 8
19 109 110 1
*Student teachers were assigned numbers for the statistical analysis
and to insure anonymity.
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Table 2
Raw Scores for the Control Group on the
"Self as a Teacher" Scale
Student Teacher* Pre-test Score Post-test Score Change
1 116 106 -10
2 120 114 - 6
3 114 105 - 9
4 110 115 5
5 108 108 0
6 99 109 10
7 110 123 13
8 108 113 5
9 114 115 1
10 103 108 5
11 98 97 - 1
12 87 90 3
13 117 115 - 2
14 103 101 - 2
15 102 111 9
16 108 122 14
17 97 110 13
18 113 120 7
19 101 104 3
*Student teachers were assigned numbers for the statistical analysis
and to insure anonymity.
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Table 3
Raw Scores for the Experimental Group on the
"Self as a Person" Scale
Student Teacher* Pre-test Score Post-test Score Change
1 104 117 13
2 110 120 10
3 98 117 19
4 105 119 14
5 108 109 1
6 74 100 36
7 91 107 16
8 100 122 22
9 105 104 - 1
10 121 114 - 7
11 108 100 - 8
12 103 116 13
13 101 109 8
14 116 122 6
15 116 121 5
16 123 118 - 5
17 107 110 3
18 104 103 - 1
19 102 108 6
-'Student teachers were assigned numbers for the statistical analysis
and to insure anonymity.
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Table 4
Raw Scores for the Control Group on the
"Self as a Person" Scale
Student Teacher* Pre-test Score Post-test Score Change
1 118 121 3
2 112 118 6
3 110 103 - 7
4 111 101 -10
5 108 102 - 6
6 106 108 2
7 115 117 2
8 117 110 - 7
9 115 108 - 7
10 98 104 6
11 99 110 11
12 100 93 - 7
13 109 124 15
14 96 96 0
15 101 112 11
16 116 123 7
17 114 101 -13
18 119 119 0
19 103 101 - 2
*Student teachers were assigned numbers for the statistical analysis
and to insure anonymity.
Table 5
"t" Test Data for Change in Self-Concept on the 
"Self as a Teacher" Scale
Group Number
Standard Deviation 
for Change
Mean
Change
Difference in 
Mean Change
Standard Error of 
the Difference
Probability 
"t" of "t"
Experimental 19 10.05 7.32
4.27 2.9 1.47 P ^  .05
Control 19 7.01 3.05
OJ
o
Table 6
"t" Test Data for Change in Self-Concept on the
"Self as a Person" Scale
Standard Deviation Mean Difference in Standard Error of Probability
Group Number for Change Change Mean Change the Difference "t" of "t"
Experimental 19 10.90 7.89
2.24 3.08 .73 P7*.05
Control 19 7.85 .21
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The difference in mean change was computed by subtracting 
the mean change for group two from the mean change for group one 
(D = - M2).
The standard error of the difference was found by computing
the square root of the sum of the standard deviation squared divided
by the number in each group for the two groups (SEjj =J -Jj—  — ) .
A "t" was computed by dividing the difference in mean change 
by the standard error for the difference (t = — ).
Since the sample was small (less than thirty), the degrees of 
freedom used for determining the significance of "t" was computed by 
subtracting two from the number in the total group (N - 2). With 36 
degrees of freedom, the .05 level of significance for "t" was 2.03.
The "t" computed for each scale did not reach the .05 level of
significance. Therefore, the difference in mean change between the 
two groups of 4.27 on the "Self as a Teacher" Scale was not considered 
to be significant. Likewise, the difference in mean change between 
the two groups of 2.24 on the "Self as a Person" Scale was not found 
to be significant at the .05 level of significance. Thus, the null 
hypothesis was sustained for both scales of the test.
Chapter 5
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
SUMMARY
The problem investigated in this study was stated as follows:
Which of two approaches for supervising student teachers is 
most effective in promoting change in self-concept as a teacher and 
self-concept as a person? The first approach involves observation 
and conferences augmented by interaction analysis. The second 
approach involves only observations and conferences.
Specifically, the following questions were investigated:
1. Will there be a significant difference between the 
experimental group and the control group for change in scores on the 
"Self as a Teacher" Scale?
2. Will there be a significant difference between the 
experimental group and the control group for change in scores on the 
"Self as a Person" Scale?
The sample was limited to thirty-eight elementary student 
teachers at Louisiana State University. These students were assigned 
to teach in off-campus elementary schools in Baton Rouge, Louisiana 
and to be supervised by two college supervisors.
Student teachers were assigned by the Director of Student 
Teaching to cooperating schools recommended to the University by the 
East Baton Rouge School System. The student teachers selected their
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student teaching sites from the list of cooperating schools. College 
supervisors were assigned to cooperating schools by the Director of 
Student Teaching.
The nineteen student teachers in the experimental group were 
supervised by the observation and conference approach to supervision 
augmented by interaction analysis feedback. The Flanders' Interaction 
Analysis System was used to code three audio taped lessons submitted 
in four week intervals to the college supervisor. Computer 
assistance was used to convert the Flanders' data into matrix form. 
The interaction analysis data were discussed with each student 
teacher in three conferences, approximately ten minutes in length, when 
the college supervisor visited in the cooperating schools.
The nineteen student teachers in the control group were 
supervised by a college supervisor who used only observations and 
conferences. This group was not provided with the additional inter­
action analysis feedback that was given to the experimental group.
Data were gathered from the pre-and-post-test administration 
of both scales ("Self as a Teacher" and "Self as a Person") of the 
L.S.U. Teacher Concept Scale.
A "t" test was used to determine if the difference between the 
experimental group and the control group for mean change in scores on 
each scale of the self-concept test was significant. The difference 
between the experimental group and the control group for change in 
scores on the "Self as a Teacher" Scale and on the "Self as a Person" 
Scale was not found to be significant for either scale (P^.05).
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Thus, the null hypothesis was sustained for both scales of the 
test.
CONCLUSIONS
1. The use of an interaction analysis system to provide 
additional feedback to student teachers was not superior to the use 
of an approach to supervision using only observations and conferences 
in producing greater changes in student teachers' concepts of "self 
as a teacher."
2. The use of an interaction analysis system to provide 
additional feedback to student teachers was not superior to the use 
of an approach to supervision using only observations and conferences 
in producing greater changes in student teachers' concepts of "self 
as a person."
RECOMMENDATIONS
The following recommendations were made as points of departure 
in designing future studies:
1. This study should be replicated using a larger sample.
2. A follow-up study should be made using the same thirty- 
eight student teachers in order to determine what changes would occur 
in concept of "self as a teacher" and "self as a person" after their 
first year of teaching.
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3. A similar study should be conducted using several different 
self-concept scales in order to determine how closely the data 
collected from these scales would correlate.
4. A similar study should be conducted using a video tape 
recorder instead of an audio tape recorder.
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APPENDIX A 
CATEGORIES FOR 
THE FLANDERS SYSTEM OF INTERACTION ANALYSES
Ned A. Flanders
TEACHER
TALK
INDIRECT
IN­
FLUENCE
1.* ACCEPTS FEELING: accepts and clarifies the feeling tone 
of the students in a non-threatening manner. Feelings may 
be positive or negative. Predicting or recalling feelings 
are included.
2.* PRAISES OR ENCOURAGES: praises or encourages stu­
dent action or behavior. Jokes that release tension, not at 
the expense of another individual, nodding head or saying, 
"am hm?" or "go on" are included.
3.* ACCEPTS OR USES IDEAS OF STUDENT: clarifying, 
building, or developing ideas suggested by a student. As a 
teacher brings more of his own ideas into play, shift to 
category five.
4. * ASKS QUESTIONS: asking a question about confent or pro­
cedure with the intent that a student answer.
DIRECT
IN­
FLUENCE
5. * LECTURING: giving facts or opinions about content or pro­
cedure: expressing his own ideas, asking rhetorical ques­
tions.
6.* GIVING DIRECTIONS: directions, commands, orordersto 
which a student is expected to comply.
7.* CRITICIZING OR JUSTIFYING AUTHORITY: statements 
intended to change student behavior from nonacceptable to 
acceptable pattern: bawling someone out: stating why the 
teacher is doing what he is doing; extreme self-reference.
STUDENT 
1 A LK
■
8.* STUDENT TALK— RESPONSE: a student makes a predict­
able response to teacher. Teacher initiates the contact or 
solicits student statement and sets limits to what the stu­
dent says.
0.* STUDENT TALK— INITIATION: talk by students which they 
initiate. Unpredictable statements in response to teacher. 
Shift from 8 to 9 as student introduces own ideas.
in.* SILENCE OR CONFUSION: Pauses, short periods of si­
lence and periods of confusion in which communication 
cannot be understood by the observer.
•Thorp is NO scalp implied by these numbers. Each number is classificatory, it 
designates a particular kind of communication event. To write those numlors down during 
observation is to enumerate, not to judge a position on a scale.
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APPENDIX B
L.S.U. TEACHER CONCEPT SCALE
Directions: Please read each of the following statements carefully, 
appropriate column as follows:
Check the
Column 1 (SA) - Strongly agree with statement.
Column 2 (A) - Agree in part with statement.
Column 3 (U) - Uncertain about statement.
Column 4 (D) - Disagree in part with statement.
Column 5 (SD) - Strongly disagree with statement.
1
SA
2
A
3
U
4
D
5
SD I
1. I would rather ignore a pupil than correct him.
2. I have trouble trying to explain things to
children.
3. I feel that I am a poor teacher.
4. I simply cannot understand most students.
5. I like to narrow the "Generation Gap" through 
class discussion.
6. I look forward to teaching my class each day.
7. I am proud to be a teacher.
8. I see all class interruptions as an infringement
on my time.
9. I seek the advice of others within the profession.
10. I feel that I am an effective teacher.
11. I feel threatened when I am unable to answer a
student's question.
12. I feel afraid when a student questions my
authority.
13. Slow learners are a challenge to me.
14. I enjoy working with students.
15. I demand a formal classroom atmosphere, so what
I can control the class.
16. I fear having to face my class.
17. I find that I am too partial to be objective and
fair to all students.
18. I hope to spend my professional career in school 
work.
19. I see teaching as a growth process for myself.
20. I consider teaching to be a creative experience.
21. I feel that I must always be right in class.
22. I feel that I am unable to control a classroom
full of students.
23. I have rarely found students whom I could not reach.
24. I can communicate with students.
25. I consider professional growth to be an obligation
of a teacher.
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APPENDIX B (continued)
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Direc t ions: Please read each of the following statements carefully, 
appropriate column as follows:
Check the
Column 1 (SA) 
Column 2 (A) 
Column 3 (U) 
Column 4 (D) 
Column 5 (SD)
Strongly agree with statement. 
Agree in part with statement. 
Uncertain about statement. 
Disagree in part with statement. 
Strongly disagree with statement.
1
SA
2
A
3
U
4
D
5
SD II.
1. My future looks bleak.
2. I am confident I can handle life's problems.
3. Money, prestige and pleasure are the only
worthwhile things.
4. Living witli depression is easier than trying
to overcome it.
5. The success of others inspires me to work harder.
6. I feel that my life is nothing more than a
treadmill.
7. For every fault I have a corresponding virtue.
8. Institutional dress regulations upset me.
9. People usually ignore me.
10. I feel secure.
11. I habitually assume a defensive role.
12. I dread making a decision.
13. People do not think my ideas are worthwhile.
14. I have a well structured self-concept.
15. I attempt to evaluate my own performance.
16. My life has a definite purpose and direction.
17. People generally do not like me.
18. I resent the opinions of others when these
opinions differ from mine.
19. I appreciate constructive criticism.
20. I continually strive to understand myself.
21. I am afraid most of the time.
22. I make friends easily.
23. I accept all persons.
24. I like challenges.
25. I dislike personal self-evaluation.
APPENDIX C
Example of a Flanders' Matrix Used for Interaction Analysis
ID Number 16 - Tape 2 
The Frequency Table Second
Categories 1 2 3 4 5 6 7 8 9 10 Total
kick******£ .-*■kk'******* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * *********■* * | :*******
1 XX 0 0 0 0 0 0 0 0 0 0
-X
*
-!< 0
2 X* 0 2 2 8 3 8 0 0 3 0 -X 2 6
3 X* 0 7 6 2 1 0 0 0 1 0 •S-x 17
4 X* 0 1 0 1 0 1 0 8 5 4 •X■X 20u
C0 5 ■1c* 0 0 0 3 24 2 0 0 5 1
X
J. 35
u
*rl 6 X* 0 0 0 2 2 3 1 3 5 2 J. 18
tn 7 % 0 0 0 0 0 1 2 1 0 0 -X■X 4
8 .V 0 8 3 0 0 0 0 28 0 1 •XX 40
9 xx 0 8 6 1 0 2 0 0 10 2 itit 29
10 Xx 0 0 0 3 5 1 1 0 0 18 XX 28
kick'******^f**‘kk:***************************kkkkk**************:**jfr*******
Total 0 26 17 20 35 18 4 40 29 28 217
Column % 0 12 8 9 16 8 2 18% 13% 13 100%
Item* 1 2 3 4 5 6 7 8 9 10
Item 11: Teacher Talk = 55%
Columns 1-7 Total tallies 
120 -r 217 = 55%
Item 12: Student Talk = 32%
Columns 8-9 Total tallies 
69 -r 217 = 32%
Item 13: Silence and/or confusion = 13%
Columns 10 Total tallies 
28 4- 217 = 13%
Item 14: ID Ratio = 1.1
Indirect (columns 1-4) 
63 —  57 = 1.1
Direct (columns 5-7)
Item 15: Revised ID Ratio = 2.0
Indirect (columns 1-3) 
43 -r 22 = 2.0
Direct (columns 6-7)
*Item numbers refer to reliability table in Appendix D
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APPENDIX D
Reliability as Flanders' Observer
Item Reliability Coefficient
1 . 98**
2 . 85**
3 .77*
4 .92**
5 .84**
6 .75*
7 . 88**
8 .91**
9 .79*
10 .88**
11 .97**
12 .97**
13 .88**
14 .86**
15 . 73**
*P <  . 05
**P <  .01
Item numbers refer to the items listed in the example of a Flanders' 
Matrix in Appendix C.
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